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Seldom, if ever, has one single article had an impact on the field of special educa-
tion comparable to that of Professor L. M. Dunn's ( 1968) regarding special educa-
tion for minority children labelled as educable mentally retarded ( EMR). The 
debate stimulated by that article has been extensive. Some school districts have 
wholeheartedly endorsed what they perceive Dunn's position to be, and have moved 
toward total integration of EMR-labelled children into regular classes. In addition, 
state departments of education have made policy decision designed to prevent mis-
identification of minority children as EMR. Clearly, Dunn has been an important 
influence in reversing a trend toward the proliferation of self-contained special 
classes for the EMR, which he sensed and spoke out against. 
For years preceding the publication of the Dunn article, concern was expressed 
by many special educators as well as increasingly militant minority groups about 
the overrepresentation of minority children in special classes for the EMR. How-
ever, it took someone of Dunn's stature to stimulate the field into action by recom-
mending a plan for change in an attempt to ameliorate this social problem. 
I do not agree with some professionals who apparently interpret Dunn's article 
as "proof" that EMR classes should be totally abolished-though admittedly nowhere 
does Dunn himself call for such a move. Certainly, some special educators have 
seen EMR classes as the way to educate children with IQ's from 50 -70, and this 
restrictive view has proven stifling ( see MacMillan, 1969). Nevertheless, total 
abolition of these classes seems to me premature. For these reasons it seems time 
for the issues regarding special class placement to be clarified and for someone to re-
evaluate the evidence on which the case was made by Dunn ( 1968). 
In stating the reasons for a change, Professor Dunn presents evidence· which sup-
ports his contention that special classes have proven a disservice to the mildly re-
tarded. In the course of this paper that evidence will be re-examined, and other evi-
dence of which Dr. Dunn was either unaware or chose to ignore will be presented. 
Hopefully, the discussion can bring to light the complexity of the issues presented 
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which must be considered in deciding the most effica-
cious administrative arrangement for a particular child. 
Finally, an attempt is made to restate the problem as I see 
it and make recommendations regarding it. Specifically, 
the issues raised, and the bases on which my case is built, 
are: 
1) Though self-contained classes fail to promote aca-
demic and personal growth of . the dimensions or-
iginally expected, such classes are still useful for 
some low-IQ children. 
2) The method of identifying children as mentally 
retarded described by Dunn ( 1968), reflects a 
strict psychometric definition of mental retarda-
tion and thereby ignores the consensus AAMD 
definition. 
3) Evidence on the effects of placement and labelling 
is sorely lacking; hence these effects must not be 
considered as a sole cause of achievement and ad-
justment problem~. 
4) Adjustments in the environment which are strictly 
cognitive in nature are unlikely to aid learning in 
low-IQ· children whose problems are emotional or 
motivational-a description which probably fits 
many minority children of low IQ. 
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5) The real issue is no~ whether special classes or 
regular classes are better for the mildly retarded, 
but rather the extent to' which a wider range of in-
dividual differences can , be accomodated in the 
regular class. 
One point must be clarified before moving on. In no 
way am I arguing that homogeneous classes for children 
of IQ's ranging between 50-70 or 75 is the best arrange-
ment. Rather, on the basis of the evidence uncovered 
so far, I would contend that a self-contained special class 
may well be the best placement for certain low-IQ chil-
dren. 
SELF-CONTAINED SPECIAL CLASSES 
A given administrative arrangement is neither good 
nor bad. As Goldberg et al. ( 1961) pointed out with 
regard to the gifted, what really counts is what is done 
with the group once it is established .. The argument ap-
plies equally well when applied to the lower end of the 
intellectual distribution; hence, poor implementation 
should not be interpreted to invalidate the administrative 
organization. Indeed, a debate over which administra-
tive arrangement, special class or regular class, for low-
IQ children categorically degenerates into an academic 
exercise with no meaning for the real world. 
For any given case, the better placement depends on 
many variables unspecified in the question of the efficacy 
of special or regular classes for low IQ children. Among 
the questions which must be raised are the following: 
(a) How competent are the teachers in each setting for 
dealing with the specific characteristics of the child in 
question? (b) To what extent has the child developed 
prerequisite readiness skills in the regular class? ( c) 
How does the child respond to the consequences likely 
to be used in the regular class? ( d) What is the general 
level of functioning of other children in the regular class, 
or to what degree will that child deviate from the other 
children? ( e) Does the regular class teacher have the 
time needed to accomodate this child? Therefore, what 
is needed is an interaction model which includes, at 
least: 
administrative arrangement x child x teacher x children 
in alternate placements, perhaps the least important of 
which is the administrative arrangement. 
EFFICACY STUDIES 
As Dunn suggests ( 1968, p. 8), an examination of 
studies on the efficacy of special classes is in order. Such 
an examination should, however, begin with the meth-
odology utilized, not with the results. With few excep-
tions ( e.g., Goldstein, Moss, and Jordan, . 1965) these 
studies could be described as poorly designed, replete 
with sampling biases which render the results uninter-
pretable. For example, in both the Cassidy and Stanton 
( 1959) and Thurstone ( 1960) studies, the investigators 
failed to randomly assign subjects to th~ self-contained 
and regular class placements. Therefore, the finding that 
EMR children in the regular dasses exceeded the EMR 
children in the self-contained classes on some achieve-
ment measures is difficult, if not impossible, to interpret. 
More specifically, were those EMR children who were 
allowed to remain in the regular class left there because 
they were, in fact, academically advanced by compari-
son? 
At the same time, the means of assessing "adjustment" 
in these two studies are questionable. Cassidy & Stanton 
( 1959) used teacher ratings as one measure, while the 
Thurstone ( 1960) study used · a sociometric device. In 
the former case, the validity of the teachers' ratings is 
questionable due to variable frames of reference while 
the · latter procedure makes the results difficult to com-
pare, since acceptance within a special class is hardly 
comparable to acceptance in a class with higher ability 
children. 
In the one study where EMR subjects were randomly 
assigned to the treatments ( Goldstein, Moss, and Jordan, 
1965 ), EMR's in the regular class were found to achieve 
significantly better in reading at the end of a two-year 
period. However, by the end of four years the EMR 
children in the self-contained classes had caught up to 
the former group. Post hoc comparisons of low-IQ chil-
dren within each group revealed that this subsample 
achieved significantly better on certain achievement 
measures than did the low-IQ subsample placed in reg-
ular classes. 
Hence, the best controlled of the studies concerned 
with efficacy of special classes does little to undermine 
Dunn's contention that special classes have failed to live 
up to original expectancies. Raised as an empirical ques-
tion, the fact that such classes have not been found to 
result in superior achievement or adjustment must not 
be interpreted to mean that there are no differences in 
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the two placements. In the cases where significantly su-
perior performance was found for the regular class place-
ment ( Cassidy & Stanton, 1959; Thurstone, 1960), the 
sampling bias renders the results questionable. 
Using different criteria ( i.e., social competence and 
economic . efficiency) than typical achievement and ad-
justment measures, Porter and Milazzo ( 1958) concluded 
that the post-school adjustment of children who had been . 
enrolled in special classes was markedly superior to that 
of equally retarded children who had remain.ed in reg-
ular classes. Again, the small sample size ( twelve in 
each group) and the sampling procedures render definite 
conclusions hazardous. 
While Dunn ( 1968) cites Kirk's ( 1964) review as 
supportive of his contention that retarded pupils make 
as much or more progress in regular grades as they do 
in special education, he fails to include Kirk's mention 
of the pitfalls inherent in the studies which deal with 
the special-versus-regular class debate: 
1) Problems in sampling-taking in situ groups to 
compare. 
2) No control over the length of time spent in special 
classes prior to the evaluation. 
3) Lack of a delineation of a special class, the cur-
riculum, or the teacher qualifications. 
4) Measurement instruments used in the studies were 
often improvised, and therefore of questionable 
validity and reliability. 
Kirk goes on to conclude that "until we obtain well-con-
trolled studies of a longitudinal nature, our opinions about 
the benefits or detriments of special classes will remain 
partly in the realm of conjecture." ( Kirk, 1964, p. 63) 
The teacher variable has defied educational researchers 
in evaluating curricula and administrative arrangements 
since the beginning of educational research. Likewise, 
the failure to control this variable has plagued the at-
tempts at evaluating special classes. Any particular 
low-IQ child placed with the "right" teacher, regardless 
of the administrative arrangement, is likely to benefit. 
Unfortunately the reverse is just as true. In a recent 
article, Davis ( 1970) argues that because of the demand 
for more and more teachers in classes for the . mentally 
retarded, requirements for specific credentials are fre-
quently modified or postponed. While one would not 
consider being operated on by a surgeon operating on a 
''postponement of requirements" or being defended in a 
court of law by a lawyer operating on a "partial fulfill-
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ment of requirements," we seem satisfied to allow chil-
dren identified as needing special teaching skills to learn 
under the direction of a teacher whose preparation fails 
to meet minimal standards as set by a particular state. 
Is it any wonder, then, that the children assigned to such 
a setting have not progressed at a rate considered appro-
priate? To what extent are the "failures" of special classes 
attributable to the administrative arrangement per se, 
and to what extent attributable to the teacher's inade-
quacies? 
Related to the above discussion is the possibility that 
teachers of the mentally retarded enjoy little status in 
the schools. A study by Jones and Gottfried ( 1966) had 
teachers rate the prestige of teachers of various exception-
alities ( e.g., severely retarded, blind, gifted, orthoped-
ically handicapped). They found that teachers of the 
EMR enjoy little status among colleagues and indi-
viduals in teacher-training. The most dramatic finding, 
however, was that the teachers of the EMR rated them-
selves lower than they were rated by regular classroom 
teachers. Hence, not only are they assigned little pres-
tige in the schools, but they appear to accept the lack of 
prestige as being justified. If the above findings are 
taken at face value they well might support Dunn; how-
ever, it may also reflect a phenomenon related to the 
type of teacher attracted to this phase of special educa-
tion. If we attract those threatened by regular classes, 
or those who are not as capable, then the failure of spec-
ial classes must not be interpreted as a failure of the ad-
ministrative arrangement per se, but rather a failure of 
implementation. If we cannot determine how to indi-
vidualize in a setting where there is one teacher for 15-
18 students, are we ready to advise on how individuali-
zation can occur in a setting with thirty children and 
one teacher? 
IDENTIFICATION PROCESS 
On the point that numerous minority children are in-
appropriately labelled as EMR, I find myself in com-
plete agreement with Professor Dunn. The stigma at-
tached to this label very probably operates in direct op-
position to the potential advantages attributed to re-
duced pupil/teacher ratio. Of course, special educators 
tend not to participate in the identification procedure, 
often deferring judgment instead to the psychologist, psy-
chometrist, or physician-~nd in most cases it is the lat-
ter upon whom the focus of this criticism should prob-
ably be directed. , 
The precise reason so milch consideration went into 
the development of a flexible~'definition of mental retarda-
tion by the American Association on Mental Deficiency 
with the support of the National Institute of Mental 
Health was to deal with the borderline cases (Heber, 
1959; revised, 1961). Severely and profoundly retarded 
individuals are identified with a minimum of difficulty, 
but borderline cases require careful attention. The defi-
nition agreed upon was, "Mental retardation refers to 
subaverage general intellectual functioning which orig-
inates during the developmental period and is assoc-
iated with impairment in adaptive behavior." ( Heber, 
1961, p. 3). 
Clearly, three specific criteria must be met before an 
individual is to be considered retarded: ( 1) IQ at least 
one standard deviation below the population mean, ( 2) 
mental retardation must occur prior to age 16, and ( 3) 
there must be evidence indicating impaired adjustment. 
The absence of any one of the three criteria should pre-
clude placement in a special class. In practice, an in-
telligence test may on occasion be used to "justify the 
label 'mentally retarded' " ( Dunn, 1968, p. 9); how-
ever, such a practice goes on in violation of criteria con-
stituted to determine the presence of the condition or 
state labelled as mentally retarded. 
Most professionals in the field of mental retardation feel 
somewhat uneasy about the reliance upon IQ in diagnos-
ing retardation, particularly when dealing with borderline 
cases involving minority children from culturally dif-
ferent backgrounds. Clausen ( 1967) stated what many 
others have come to realize when attempting to use the 
AAMD classification system: namely, that there are few 
guidelines for determining an impairment in adaptive 
behavior. As a result, one makes extremely subjective 
evaluations of "social adequacy"; hence, clinicians ignore 
social adequacy and make the diagnosis on the basis of 
general intellectual functioning alone. 
Alternative tacks may be taken in· attempts to deal 
with the above problem. Clausen ( 1967) suggests the 
cut-off be dropped from one standard deviation below 
the mean (i.e., IQ == 84-85) to two standard devia-
tions (i.e., IQ == 68-70) for evidence of subaverage in-
tellectual functioning. He contends that below IQ == 70 
or 75 individuals tend to show evidence of impaired 
social adaptive behavior caused by the low level of intel-
lectual functioning (Clausen, 1967, p. 743). This would 
appear to be Dunn's preference. In his recent address, 
Dunn (1970) set the following IQ cut-offs for EMR place-
ment: Anglo children, IQ == 70; American Indian chil-
dren, IQ == 65; and inner-city black children, IQ == 55. 
Such limits are arbitrary and still reflect a psychometric 
definition of retardation of which Dunn ( 1968) was 
critical. 
Another approach would be to develop more objective 
means of assessing adaptive behavior which would be 
valid for use with borderline children of minority status. 
Such an attempt has been made by Mercer ( 1970) on 
an experimental basis. Her adaptive behavior scales and 
pluralistic norms provide an interesting and promising 
alternative to the strict psychometric classi£cation sys-
tem used by some. 
It has been my experience that committees charged 
with considering EMR placement for a child approach 
the task with far more consideration than was implied 
by Dunn. Before such a conference is called, two pieces 
of information are already available. First, the child's 
performance in the regular class has been poor enough, 
by comparison to the class as a whole, to attract the 
teacher's attention. Second, an individual intelligence 
test ( usually supplemented by an entire battery of tests) 
has been administered on which the child scores below 
the district cut-off for EMR (usually IQ of 70). 
At. this point, I must agree that minority children are 
at a particular disadvantage when it comes to taking an 
intelligence test. Speci£cally, I suspect emotional and 
motivationai variables prevent many such children from 
performing near the level of which they are capable. 
Riessman ( 1962) refers to this as the issue of the re-
. lation of examiner to examined. When examiners who 
differ from the children on the basis of social class and 
ethnic origin see the child briefly, it is difficult to estab-
lish the type of rapport conducive to best functioning of 
the child ( Pasamanick & Knobloch, 1955). Performance, 
then, becomes difficult to evaluate since it could reflect 
the effects of poor relations between the examiner and 
the examined or a true measure of a child's abilities and 
achievements. Psychologists and psychometrists charged 
with evaluating children from different social and/ or 
ethnic backgrounds might find the procedures reported 
in Hertzig et al. ( 1968) or the "optimizing" test condi-
tions used by Zigler and Butterfield ( 1968) as helpful 
in countering this source of bias. 
One may argue that tests o.f intelligence in use are 
culturally biased and thereby discriminate against the 
minority child. However, they are biased in the same 
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direction as are the schools. As a result, these instruments 
do have rather good predictive validity on a short term 
basis. Taken in combination ( regular class problems 
plus low IQ), these bits of evidence tell us that this child 
is likely to continue encountering problems if he is left 
in the regular classroom and presented with a standard 
curriculum. In other words, this child needs something 
"special." In such a context, special education is not 
synonymous with self-contained class. 
Among minority children meeting the two criteria 
specified above, there are at least several types of child-
ren. 
1) Bilingual children ( e.g., Chicano, Puerto Rican) 
in need of accommodation in the area of language, 
but who, genotypically speaking, are not defective 
or retarded. 
2) Children from environments described as impov-
erished, in that they are lacking in materials or ex-
periences considered beneficial to a child in ad-
justing to the school. Again, these children are 
not genotypically retarded. 
3) Children who have developed failure sets-i.e., 
who have poor self-concepts and expect to fail be-
fore they even attempt a task. 
4) Children of dull-normal ability with so much 
emotional overlay that their performance in school 
and on the intelligence test is depressed below the 
district cut-off. 
5) Children who simply received a poor genetic pool 
or suffered prenatal, paranatal, or postnatal dam-
age resulting in lowered cognitive capacity. These 
children are genotypically retarded. 
Obviously, one could go on to specify greater num-
bers of types and any typology suffers from ignoring 
within-type variance. However, the point to be made 
concerns the nature of the "something special" need-
ed by each of the types of minority children of low 
IQ described. In what kind of administrative arrange-
ment can an individual child maximally benefit? In 
some cases ( such as those described in 2 and 3 above) 
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a resource specialist, as described by Dunn, may be suf-
ficient. In others ( such as I, 4, and 5) a more intensive 
program may be needed. Some, in fact, may be best 
off in a self-contained special class! In none of the cases 
should the child be allowed to flounder in a regular class 
with no ancillary services. 
Before leaving the topic of placement, I should men-
tion the fact that many minority children whose IQ's 
alone would warrant EMR placement remain in regular 
classes. In her demographic study, Mercer ( 1970) iden-
tified a group of children she labelled as eligibles-IQ 
below 75 but for a variety of reasons not placed in EMR 
classes. Most of these eligibles were functioning ade-
quately in the regular program. It should be noted, how-
ever, that IQ alone did not appear to automatically re-
sult in EMR placement. Rather, other variables in ad-
dition to IQ were considered, and those with low IQ 
but adequate functioning remained in regular classes. 
EFFECTS OF PLACEMENT . 
While my suspicion coincides with Dunn's with re-
spect to the operation of a self-fulfilling prophecy, the 
dynamics underlying such a phenomenon are complex 
and far from fully understood. If one could extrapolate 
so easily from the Rosenthal and Jacobsen ( 1968) work 
as is implied by Dunn, the problem could be solved im-
mediately by simply labelling the children under consid-
eration "gifted" and thereby increase the teachers' ex-
pectancy for them to succeed. Secondly, the method-
ology underlying research on expectancy appears to affect 
the results considerably ( see Barber & Silver, 1968a, 
1968b, and Rosenthal's response, 1968), and the hypo-
thesis testing utilized is often inappropriate. Thirdly, 
using the Rosenthal & Jacobsen ( 1968) work to any ex-
tent as support for the operation of a self-fulfilling pro-
phecy is hazardous in light of the telling critique of 
Thorndike ( 1968). In discussing the study he states: 
Alas, it is so defective technically that one can only regret 
that it ever got beyond the eyes of the original investigators! 
Though the volume may be an effective addition to educa-
tional propagandizing, it does nothing to raise the standards 
of educational research. ( 1968, p. 708) 
In addition to the self-fulfilling prophecy, the princi-
pal objection raised by Dunn concerns the effects of 
labels upon the child. Granted, the label "mentally re-
tarded" is not a badge of distinction. Neither, however, 
is being called "dummy" by higher ability children in the 
regular class typically prescribed for such children. 
Again, the effects of such a· label are likely to be varied. 
In discussing the concern' over the negative effects of 
such labels, Goldstein ( 1963) writes: 
There are those who wish to avoid the false positives inher-
ent in early placement. They express the very reasonable 
fear that some children will be tainted unjustifiably with the 
label "retarded" if they are admitted to a special class at 
age six and later gain intellectually beyond the upper limits 
for such classes; However, we must not overlook the fact 
that such a child, through his adequate achievement in an 
appropriate regular class placement, stands an excellent 
chance of erasing the label. 
Instead of becoming preoccupied solely with labels and 
stigma, we might do well to look at the other side of the 
coin and ask what effects delayed placement has on the per-
sonality development of the child, the status he acquires 
among his regular class peers, and the pressures placed on 
the family. In all justice, we cannot close our eyes to the 
fact that the retarded child in the regular class can be and 
frequently is labelled by his peers in much the same way 
as children in special classes. ( 1963, pp. 12, 52) 
Some empirical evidence is available on the last point 
made by Goldstein. Johnson ( 1950) and Johnson and 
Kirk ( 1950) studied the social position of retarded chil-
dren in regular classes. Unfortunately, the sampling 
problems discussed earlier regarding efficacy studies con-
taminates the findings of these studies as well. A type of 
psychological segregation was found typical for retard-
ates in regular class placements in both studies. John-
son ( 1950) did, however, find approximately 5 % of the 
retardates identified as "stars" on a sociometric device. 
It would be interesting to have descriptions of these 
children, in that it might indicate characteristics assoc-
iated with high social standing in a regular class which 
could aid us in determining which EMR children might 
profit from such placements. 
The evidence cited by Dunn as supportive of the nega-
tive impact of such labels warrants a closer look. Goff-
man ( 1961) does, in fact, discuss the stripping and 
mortification of the self-important concepts indeed in 
understanding the careers of inmates of institutions such 
as monasteries, military camps, prisons, and mental hos-
pitals. Note, however, that the institutions mentioned 
do not even include institutions for the mentally retarded. 
Among the degrading experiences described ( Goffman, 
1957) are the removal of personal clothing and posses-
sions, the restrictions on privacy, the reduction of inde-
pendence of movement and decision, the restriction of 
communication with the outside · world. These exper-
iences are hardly typical in a special class for the EMR. 
Hence, extrapolation of findings from these settings to a 
setting ( i.e., self-contained EMR class) which is not an 
institution and contains individuals who are labelled in 
an altogether different manner from the above groups 
seems risky at best. At the same time, Dunn failed to 
mention the work of Edgerton & Sabagh ( 1962) which 
did apply Coffman's constructs to patients in an institu-
tion for the mentally retarded. These investigators 
studied stripping and mortification as they applied to 
the careers of the mentally retarded and their findings 
were not consistent with those of Goffman ( 1961). 
Edgerton & Sabagh ( 1962) suggest that the mortifica-
tions of the self may be fewer within institutions for the 
high-grade retardate than in the case of the outside. ~n 
fact, for the high-grade retardate there may be cert~m 
aggrandizements of the self accrued as a result of havmg 
low-grade retardates with whom t9 compare himself for 
greater social success within the institution, the support 
and approval from ward personnel, and the opportunity 
for validation of his normality provided by his peers. As 
noted by Cromwell ( 1963), these arguments are remin-
iscent of the rationale presented by Johnson & Kirk 
( 1950) with regard to the EMR · in special classes. That 
is, the social position of the EMR is improved when 
placed in a setting where the mean IQ is reduced. 
The effect a label such as "mentally retarded" has on 
a given child depends on a whole host of variables. To 
begin with, it is necessary to examine his pre-identifica-
tion career. To what extent has the child been labelled 
"dumb" or "stupid" by peers or others ( e.g., parents, 
teachers, and other adults)? To what extent has he been 
isolated or rejected socially in the regular class and in 
other social situations? Answers to these questions pro-
vide clues to the extent to which the self has suffered 
mortification before he has been formally labelled and 
placed. 
Secondly, one must assess whether or not the child 
accepts or rejects these external evaluations. If he rejects 
them he is also likely to reject the "mentally retarded" 
label' when the educators try to attach that to him. Ed-
gerton & Sabagh ( 1962) describe children coming from 
minority families of low socioeconomic status as follows: 
This nonacceptance may have been facilitated by several 
circumstances. For instance, the entire family of the retarded 
person may have been rejected and mortified by the com-
munity at large and feel the need to protect its members 
against the onslaught of "authorities." Many of the men-
tally retarded come from families of low ethnic or socio-
economic status, and the family members may have had 
humiliating experiences with law enforcement or welfare 
agencies. Such a family will protect its members · against 
those who "accuse" them of mental retardation, and may 
not even believe that the accused actually is retarded, since 
his intellectual level may not be much below that ·of his 
relatives. To them, this may simply be another instance 
of discrimination against the whole family. ( 1962, pp. 265-
266) 
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In such an instance, that child may be immunized 
against mortifications of the self, in which case the label 
may have far less effect than would be the case where the 
child accepts the label as accurate. 
Once a child is identified, labelled, and placed in a 
special class, it would again be helpful to understand 
whether he accepts the label as accurate or whether he 
denies the accuracy of such a label. Should a child re-
ject the . label and find himself in a class with children 
of clearly inferior status, he is able to derive certain ag-
grandizements by means of comparison. Hence, he re-
news his attempt to define the self as adequate and re-
jects those things that challenge such a positive self-
perception. It may be that for one type of low-IQ child 
the special class provides a haven which supports his 
denial of retardation, whereas a regular class would con-
front him with evidence and confirmation of his retarda-
tion in that his peers would be clearly superior academ-
ically. Such a situation would confirm the accuracy of 
such derogatory labels and disarm the child of his de-
fense mechanisms. 
Meyerowitz ( 1962, 1967) did study the effects of 
placement on personality characteristics of the mentally 
retarded, and it was done within the context of a study 
in which the subjects were randomly assigned to classes 
( i.e., Goldstein, Moss, & Jordan, 1965). He did find 
more self-derogation in children placed in special classes; 
however, the findings are based on an instrument ( Illi-
nois Index of Self-Derogation) of unknown validity and 
reliability. 
In conclusion, we do not yet understand the effects 
of placement on personality. On the one hand we find 
evidence ( Meyerowitz, 1962) indicating that the child 
suffers in a special class, while on the other the evidence 
indicates that he suffers in a regular class (Johnson, 
1950; Johnson & Kark, 1950). In other words according 
to the evidence the child can't win-but all of the evi-
dence is of questionable validity in terms of sampling 
bias, lack of control of pre-placement experiences, and 
· the questionable nature of the criterion instruments. 
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COGNITIVE ADJUSTMENTS 
Any discussion of grouping, of which special classes 
are one form, must ultimately consider the flexibility, or 
inflexibility, of a particular grouping arrangement. Spec-
ial classes for low-IQ children came to be considered 
the best way to educate such children. Paradoxically, a 
field committed to individual differences appears to have 
assumed a homogeneity within the group labelled "men-
tally retarded." Despite the failure of evidence to con-
clusively support the special class arrangement, children 
achieving !Q's in the EMR range have been placed in 
such classes and taught "the EMR curriculum," since it 
was assumed that they share common characteristics. 
About the only characteristic on which there is any com-
monality is on IQ ( see Berkson, 1966), while on vir-
tually every other characteristic there is as great, if not 
greater, intragroup variability as among nonretarded 
children. Yet the adaptations which occurred have been 
principally cognitive adaptations of the environment. 
In an earlier article, MacMillan ( in press) argued 
that attempts to adapt the environment in special classes 
for low-IQ children have been basically cognitive adap-
tations. It is as if the line of reasoning went as follows: 
Since these children are mentally retarded, remediation 
must be designed that will ameliorate their mental defi-
cits. Yet the literature abounds with evidence which 
indicates that for a high proportion of low socioeconomic 
status, low-IQ, children, the problems in learning ( or 
more accurately performance) originate in the motiva-
tional sphere rather than in the cognitive sphere ( see 
Zigler & Butterfield, 1968; MacMillan, in press). Hence, 
one of the reasons special classes have failed to achieve 
the degree of success hoped for may lie in the fact that 
these environments have tried to treat problems origin-
ating in the motivational sphere by adapting the envir-
onment to treat cognitive deficits. Such a lack of bal-
anced emphasis would seem to doom a program to fail-
ure. 
Zigler ( 1966) has summarized extensive evidenc.e 
which indicates that motivational and emotional van-
ables depress the performance of retardates below the 
level indicated on the basis of their cognitive develop-
ment. In his American Educational Research Association 
address ( 1968), many of the findings with institutional-
ized patients were generalized to disadvantaged chil-
dren. While space does not permit a comprehensive re-
view of motivationally-related variables which probably 
affect academic performance . ( see MacMillan, in press), 
three variables have been selected in order to show how 
such phenomena depress performance levels of disad-
vantaged children below what would be expected. The 
three variables are: expectancy for failure, positive and 
negative reaction tendencies, and outerdirectedness. 
Expectancy of failure. As a result of personal aca-
demic failure and social "histories of failure," many chil-
dren develop problem-solving approaches characterized 
by the primary motivation to avoid failure rather than to 
achieve success. Failure occurs so often in their life space 
that such children approach a new task with an expect-
ancy to fail before they even attempt the task ( MacMil-
lan & Keogh, in press). The development of a failure 
set often results in a lowered level of aspiration, which 
prevents a child from attempting tasks slightly beyond 
his present level of achievement. 
Clearly, teachers must reverse this failure set if the 
child is to progress at the rate of which he is capable. 
Teachers cannot allow the child to avoid· tasks which are 
slightly beyond him; yet, at the same time, they· must 
protect the child from experiencing unnecessary ad-
ditional failure. Techniques such as prompting, as op-
posed to confirmation, may provide a means to guarantee 
success while still "challenging" him with tasks which 
are not trivial and for which successful completion rep-
resents mastery. 
Positive and Negative Reaction Tendencies. Zigler 
( 1966) labelled the desire to interact with an approving 
adult as the "positive reaction tendency," and the wari-
ness of adults as the "negative reaction tendency." Chil-
dren who have experienced social deprivation desire to 
interact with an approving adult and at the same time 
are hesitant to do so because of their many negative en-
counters with adults ( i.e., teachers). These two phe-
nomena are thought to be positively related to the amount 
of social deprivation experienced and the amount of 
negative interaction with adults. In describing the opera-
tion of these two variables with disadvantaged children, 
Zigler writes: 
Children who do not receive enough affection and atten-
tion from the important adults in their life space, suffer in 
later years from an atypically high need for attention and 
affection. We find that such children, when faced with 
cognitive tasks, are not particularly motivated to solve 0-e 
intellectual problems confronting them. Rather, those chil-
dren employ their interactions with adults to satisfy their 
hunger for attention, affection, and yes, as unscientific as it 
may be, their need for love. ( Zigler, 1968, p. 21) 
As the child expends energy protecting the self, less 
energy is available for solving cognitive or academic 
tasks. Hence, the teacher must cope with these moti-
vational variables before the child can devote his en-
ergies toward the solution of academic tasks. 
Related to the above discussion is the child's rein-
forcer hierarchy: a construct unique for each individual. 
Zigler ( 1968) contends that being correct is not as high 
on the hierarchy for disadvantaged and retarded children 
as it is on the hierarchy of a middle-class, nonretarded 
child. Therefore, one cannot assume that lower-class 
EMR' s are putting forth a maximum effort in order to 
be correct. In fact, there is evidence to the effect that 
such children perform significantly better under extrinsic 
reward conditions than under intrinsic reward condi-
tions ( Keogh & MacMillan, in press; Terrell, Durkin, & 
Wiesley, 1959). Hence, it is essential that incentives 
be found on an individual basis which serve as rein-
forcers and which do result in maximum effort on the 
part of the child. 
Outerdirectedness. Repeated failure can also result in 
a problem-solving style characterized as outerdirected. 
Zigler described it as follows: " ... the retarded child 
comes to distrust his own solutions to problems and there-
fore seeks guides to action in the immediate environ-
ment." ( 1966, p. 99). As a result the child comes to 
over-rely on external cues, a tendency which runs counter 
to a normal developmental trend in which children be-
come more inner-directed as cognitive development re-
leases the child from his dependence on external cues. 
MacMillan ( in press) describes and suggests tech-
niques for dealing with children exhibiting these mo-
tivational characteristics. As Dunn ( 1968) describes the 
role of the resource teacher, the adaptations of the en-
vironment are still primarily cognitive in nature. As 
such the resource teacher arrangement for serving those 
low-IQ children whose performance deficits originate 
in the motivational sphere would seem as inappropriate 
as have those self-contained classes wherein the environ-
mental adaptation has been cognitive in nature. Regard-
less of the administrative arrangement into which these 
children are placed, such children, in substantial num-
bers, are likely to manifest a high expectancy for failure, 
positive and negative reaction tendencies, and outerdi-
rectedness. Unless these motivational variables are dealt 
with by teachers, children of this type are unlikely to 
succeed in an integrated situation to any greater extent 
than they have in the special class. 
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RESTATEMENT OF THE PROBLEM 
Special educators must not allow the present issue to 
become one of special classes versus regular class place-
ment lest they find themselves in a quagmire analagous 
to that which resulted from the nature-nurture debates 
over intelligence. Yet, that is precisely what seems to 
be developing: polarization in which one group con-
demns special classes while others feel compelled to de-
fend them. Implicit in the title of Dunn's ( 1968) article 
is the notion that special education and self-contained 
classes are synonymous, a notion which must be rejected. 
The larger issue, and one which if debated and re-
searched could prove fruitful is: To what extent, and 
under what circumstances, can a wider range of indi-
vidual differences be accommodated in the regular class 
than is presently the case? 
Attempts to answer this question would, first of all, 
have to determine the extent to which regular class teach-
ers are accommodating the range of individual differ-
ences represented in their classes at present. Despite the 
new developments cited by Dunn, the evidence indicates 
that regular class teachers are unable to cope with the 
range of abilities they are presently faced with; hence 
the introduction of children who deviate more markedly 
would seem inadvisable. While the list of characteristics 
( i.e., individual differences) related to success in school 
is long ( e.g., achievement, behavior, language abilities, 
motivational characteristics), the IQ will be used for 
illustrative purposes, because it is the one common vari-
able on which EMR children differ from most children 
in the regular classes. 
Figure 1. 
TMR Class EMR Class Regular Class Gifted Class 
IQ=25 IQ=50 IQ=75 lQ=lOO IQ=I25 IQ=I50 
At present, a regular class typically contains children 
with IQ's between 75 and 125. Those children whose 
IQ' s fall below 75 or above 125 or 130 are thought to 
require "special" adaptations in order that they can maxi-
mally benefit from the educational experience. After all, 
that's virtually the definition of the exceptional child. 
Now the question becomes, how can we modify the 
regular class in such a way as to enable the child with 
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an IQ below 75 to benefit maximally from that setting? 
Hopefully, in attempts to modify the regular class in or-
der to accommodate those children with an IQ below 75, 
a variety of educational models will be developed, im-
plemented, and evaluated. Dunn ( 1968) outlines one 
such model in his article, i.e., the resource teacher to 
supplement the regular teacher. This model must not, 
however, come to be accepted as the best way to educate 
low-IQ children any more than the self-contained class 
has in the past been thought to be the best way. There 
should not be a proliferation of resource teachers, but 
rather a proliferation of different models all designed to 
provide for the accommodation of a wider range of in-
dividual differences in the regular class. 
No one to date has advocated the integration of TMR 
children into regular classes. Obviously, they deviate too 
markedly on too many variables to make that arrange-
ment feasible. So, however, do many EMR children; 
among their number will be some borderline cases of 
minority status. In the immediate future, the removal 
of large numbers of EMR's from special classes and re-
placement into regular classes would seem inadvisable 
in that the regular classes. do not appear capable of 
handling them. For the time being, then, it seems de-
sirable to focus our energies and resources on three fronts: 
l. Preventive Programs. Rather than constantly fo-
cusing our resources on the remediation of prob-
lems once they exist, we might focus on the pre-
diction and prevention of learning problems. For 
instance, one might look to the possibility that cer-
tain learning problems occur because of unfor-
tunate environmental demands which the student 
cannot meet. One might be able to identify cer-
tain skills ( e.g., high verbal ability, docile class-
room behavior) which are essential if a child is to_ 
be successful in a given teacher's class. If a child 
does not possess these skills, he becomes a likely 
candidate for failure in that teacher's class. Hence, 
it may be possible to prevent failure ( and subse-
quent EMR referral) for some children by match-
ing their abilities with a teacher in whose class these 
abilities enhance the possibility for success. 
2. Transitional Programs. Assuming that the misidenti-
fied children in special classes for the EMR can be 
identified, the next concern is how does one enable 
them to move bac~ into the regular program. 
Clearly, if such children are thrust back unaided 
the likelihood for s_uccess is minimal. Even though 
such children may warrant reassignment on the 
basis of IQ and social adjustment, most curricula 
for EMR classes lag behind in the presentation of 
tool subjects. Therefore, intensive acceleration in 
tool subjects is essential if these children are to be 
placed in regular classes with their peers. How 
can transition be facilitated? A variety of trans-
itional programs should be designed, implemented, 
and evaluated in attempts to answer the above 
question. 
3. Model Regular Programs. At present, regular class 
teachers are unable to cope with the range of in-
dividual differences they find in their classes. There-
fore, without rather radical modifications in the 
classroom organization and the development of 
teacher competencies not presently possessed, the 
feasibility of inserting children who deviate more · 
markedly is questionable. The resource specialist 
described by Dunn ( 1968) may provide one model. 
Competency-based models, in which skills teachers 
must possess are specified, must be developed and 
evaluated. Subsequently, regular class teachers are 
going to have to be retrained or replaced. The 
former alternative will require inservice training 
of teachers, and this will require follow-up pro-
cedures to insure that the competencies taught are 
being developed and employed. 
The innovations mentioned above will require de-
velopment of many educational models, implementation 
of these models, and their evaluation. This means co-
operation between researchers and school personnel. 
Without such cooperation, the results of such studies are 
likely to be invalidated by the lack of controls described 
earlier with regard to the special versus regular .class 
studies. Unless the quality of the research is high, it 
will not provide us with the necessary information on 
which we must make educational decisions regarding 
children. School personnel will have to endure some 
inconveniences in order that variables known to affect 
dependent measures can be controlled ( e.g., sampling, 
teacher variable). Conversely, researchers must involve 
school personnel from the earliest stages so that they can 
provide input on concerns of teachers and constraints op-
erating in the school setting. By working in concert re-
searchers might control independent variables sufficiently 
to achieve tight research, and at the same time research 
questions that will be seen as important by public school 
personnel. 
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ISSUES 
~TRENDS 
EVALUATION: A NEW APPROACH 
James E. Whorton and Cary L. Reichard1 
In less than a decade the Special Education Instruc-
tional Material Center Network has come to play a major 
role in special education. The task of evaluation, a major 
charge of the Network, has not yet been clearly defined. 
Evaluation may be for the purpose of rating, adaptation, 
modification,, improvement, or development. Instruc-
tional material evaluations have most often resulted in a 
rating: effective, ineffective, or placed somewhere along 
the continuum. 
The most common form of evaluation involves either 
"field-testing" or "teacher ratings." Both of these me-
thods produce essentially the same kind of results-a rat-
ing of a single material. The effectiveness of either me-
thod is clouded by the fact that each of the thousands 
of commercially produced materials available would re-
quire individual evaluation, a time-consuming and costly 
process. 
We have long been concerned with the characteristics 
of mentally retarded children, but what are the char-
acteristics of effective instructional materials? What 
makes one material better than another? The answers to 
these questions involve too much speculation. We may 
find a material to be effective, but why is it effective? 
Researchers have neglected this question in the past, but 
it is now receiving a good deal of attention. 
Reichard and Reid ( 1970) conducted a study to de-
termine whether or not spacing and line verification had 
any effect on a child's reading comprehension and speed 
of reading. The results indicated that those children 
reading the double-spaced material earned higher com-
prehension scores and read faster than those children 
having single-spaced material. In addition, those chil-
dren reading double-spaced material with unverified 
margins did significantly better on the comprehension 
examination than those children reading double-spaced 
1. James E. Whorton and Cary L. Reichard are Professors of 
Education, University of Florida. 
material with verified right margins . 
. Fo':ler, Hill, and Ward ( 1970) conducted a study 
mvolvmg characteristics of instructional materials. Class-
room teachers of the educable mentally retarded were 
asked to rank on a six-point scale 104 characteristics of 
~nstructional materials, The scale ranged from highly 
important to highly unimportant. . Less than 10 percent 
of the characteristics were rated unimportant. The re-
maining were rated important or highly important. 
Whorton ( 1970) is conducting a research project to 
determine the dimensional effects of instructional ma-
terials. The project is designed to determine whether 
or not three-dimensional instructional materials facilitate 
learning more effectively than two-dimensional instruc-
tional materials. 
The importance· of the three previously-mentioned re-
search projects focuses upon the approach taken toward 
the evaluation of instructional materials. In each, in-
structional materials were treated as a group rather than 
individually. The results of this kind of research will 
have several significant meanings. First is the contribu-
tion of knowledge useful toward the development of 
ne': materials. Research findings will provide principles 
which should be applied in the design and production 
of new materials. 
Another important use of this type of research finding 
will be made by classroom teachers and SEIMC's. The 
results will be valuable in evaluating materials already 
on the market. 
. The results of this kind of research hopefully will be-
gm a list of concrete principles; principles that will be 
useful in the development of new materials and prin-
ciples that will be useful in the evaluation of current 
materials. Eventually we will be able to evaluate ma-
terials before they are ever produced. It would be un-
necessary to look at commercially produced materials 
that had not been designed on the bases of· these prin-
ciples. 
Although this type of research will not completely 
eliminate material evaluation, the task will be somewhat 
changed. Perhaps when enough principles are obtained 
and applied, materials will then be evaluated by teach-
ers using only their specific and immediate teaching ob-
jective as the criterion. · 
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RESOURCE 
MATERIALS 
By Avaril Wedemeyer and Joyce Cejka 
STANWIX HOUSE 
The Functional Basic Reading Series is designed for 
children whose reading ages are significantly below their 
-{!hronological ages.. It differs from conventional readers 
in two respects: ( 1) in the rate, complexity, and repe-
tition with which vocabulary and reading skills are pre-
sented, and ( 2) in the reconciling of chronological, men-
tal, and social ages through illustrations and degrees of 
reading difficulty as presented in three complete pro-
grams of instruction. Skills are developed at four sep-
arate levels. Stanwix House, 3020 Chartiers Ave., Pitts-
burgh, Pa. 15204. 
HUDSON PHOTOGRAPHIC INDUSTRIES 
A new series of four filmstrips in the area of begin-
ning mathematics for preschool through third grade 
youngsters is now available. The strips are in full-color 
and produced in consultation with primary grade teach-
ers. Each strip covers a different area of math, using 
animal and nature themes, e.g., the feeding habits of a 
hamster; the growth of gerbil babies; the use of birds, 
caterpillars, and flowers to develop the beginning con-
cepts of linear measurement; and a unique treatment of 
fractions. Each filmstrip is accompanied by a teacher
7 
s 
guide. The complete set of four titles is $28.50 ( $7.50 
each) and available from Hudson Photographic Indus-
tries, Education Products Division, 2 South Buckhout 
St., Irvington-on-Hudson, N.Y. 10533. 
13 
RICHTEXT PRESS 
A new approach to inspiring an interest in reading 
and numbers is featured in this new multi-sensory read-
iness program, designed for use in preschool through 
first grade. This first-step program helps the child grasp 
the concept that each letter has a sound, each group of 
letters form a word, and each group of words is an idea. 
Included in the complete program are books, a record 
album, a teacher's guide, and activity books. The com-
plete program is $69.95; each part is available separately. 
Richtext Press, 1224 W. Van Buren St., Chicago, Ill. 
60607. 
EDUCATIONAL ACTIVITIES 
Leaming Squares include 108 game cards containing 
instructional progression of learning games in sell-con-
trol, serial memory, pattern, number and letter recog-
nition, counting, mathematics, letter sounds, spelling, 
and reading. The 10" x 10" square are soft, tough, rub-
ber foam, ideal for all youngsters with learning handi-
caps as well as for all primary children. Available for 
$59.00 from Educational Activities, Freeport, N.Y. 11520. 
WASHINGTON I 
,,REPORT 
Three programs administered by the Aid to States 
Branch of the Bureau of Education for the Handicapped 
provide funds for educational aid to handicapped chil-
dren. 
Services authorized under the following legislation are 
available to handicapped children under 21 years of 
age attending public and private schools ( preschool 
through grade 12). 
l. The Public Law 89-313 Amendment to Title I of 
the Elementary and Secondary Education Act provides 
aid to states to encourage the development of new pro-
jects or supplementary projects which enrich or expand 
existing comprehensive educational programs. Funds will 
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be provided for construction, remodeling, equipment, 
and inseivice staff training if project applicants can show 
that these activities facilitate direct educational ser-
vices to handicapped children. 
Allocation· of funds are made to state agencies which 
may conduct projects or contract with local school and 
educational agencies who submit project applications. 
2. Part B of the Education of the Handicapped Act 
(Public Law 91-230) provides aid to states for the "in-
itiation, expansion and improvement of special education 
and related seivices to handicapped children." Eligible 
projects include a range of educational seivices from ac-
tivities for preschoolers to academic and work-study pro-
grams for secondary school students. Also eligible are pro-
jects for diagnostic services, preparation of personnel, 
curricula and instructional materials and equipment if 
these activities can be shown to aid in providing direct 
service to handicapped children. 
Allocations are made to state agencies which may de-
velop projects or accept project applications from local 
schools and educational agencies. 
3. Title III, Elementary and Secondary Education Act 
encourages school districts to "develop imaginative solu-
tions to educational problems; to utilize research find-
ings; and to create, design, and make intelligent use of 
educational centers and seivices." 
The primary goal of the program is to incorporate new, 
high-quality projects and services into the special educa-
tion program. 
Services which may be offered are: diagnosis, coun-
seling and remediation, inseivice training, curriculum 
development, materials preparation, demonstration ac-
tivities and community· participation. 
Of the Title II appropriation 85 % will be administered· 
by the states with the remaining 15 % being controlled 
by the U.S. Commissioner of Education. Local educa-
tion agencies should apply to state education agencies 
for project funds controlled by the state and to the U.S. 
Office of Education for funds administered by the Com-
missioner. 
For additional information about any of these pro-
grams, contact: Chief, Aid to State Branch, Division of 
Educational Services, Bureau of Education for the 
Handicapped, U.S. Office of Education, 400 Maryland 
Avenue, S.W., Washingto!}, D. C. 20202. 
ALERT 
The Conference on Visual Literacy will be held March 
7-10, 1971 in Asilomar, California. Stressing visual lit-
~racy, ~~ conference will form task forces from among 
its participants to demonstrate promising practices in 
training, learning, diagnosis, and remediation. There 
:,viii be a multi-disciplinary forum for the many special-
ists who are interested in every aspect of visual literacy. 
Persons interested in · participating may contact Dr. 
Francis Moakley, Director, AV Center, 1600 Holloway 
A venue, San Francisco, California 94132. 
The 49th Annual International Convention of the 
Council For Exceptional Children will be held April 18-
24, 1971 at The Fountainebleau Hotel, Miami Beach, · 
Florida. 
The Association for Children with Leaming Disabilities 
will hold its 8th Annual International Conference at the 
Conrad Hilton Hotel in Chicago on March 17-20, 1971. 
The Association for Supervision and Curriculum De-
velopment will hold its 26th Annual Conference at Kiel 
Auditorium in St. Louis March 6-9, 1971. 
The National Association of School Psychologists will 
meet jointly with the California Association of School 
Psychologists at the San Francisco Hilton Hotel March 
23-27, 1971. 
The American Association on Mental Deficiency will 
have its annual meeting at The Shamrock Hilton in Hous-
ton June 13-19, 1971. 
The European Association for Special Education will 
hold an International Trade Fair and Exhibition in Norr-
koping, Sweden, July 25-August 2, 1971. 
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CLASSROOM 
FORUM 
Edited by Austin J. Connolly, University of Missouri 
PROBLEM 6 
Your supervisor has indicated that a continuing class-
room interest center can make a contribution to your 
instructional program. Good interest centers are an 
extremely valuable teaching aide that few teachers 
adequately employ. Written guidelines on such in-: 
terest centers are virtually non-existant. Thus, un-
answered questions that you might have include: 
What are classroom interest centers? What is their 
value? How do they relate to the rest of the instruc-
tional program? What about classroom space? How 
do I implement them? 
An interest center is essentially an area in the class-
room reserved for one or more students to engage in ac-
tivities that are motivating to them and contribute to the 
total curriculum. The activities that are found in an in-
terest center should be purposeful and organized around 
a central theme. A classroom might have only one con-
tinuing interest center or it may possess as many as the 
teacher can effectively maintain. A common concern of 
teachers is the classroom space that such a center or 
centers would remove from use in their regular instruc-
tion. This objection suggests a very limited perspective 
of what constitutes instruction and the curriculum. 
Interest centers provide students the opportunity of 
independent and group activity in a variety of topics 
and materials. Much of this activity should be in the 
form of inquiry experiences. Thus, interest centers have 
the flexibility to not only support more traditional class-
room content, but also provide an effective means of 
broadening student experiences. In establishing an in-
terest center the teacher must remember that these are 
voluntary experiences and not make them compulsory. 
However, she must consider them as a valuable part of 
her instructional program and plan, implement, and 
evaluate them accordingly. 
In our brief discussion it is not possible to adequately 
present the step by step procedures a teacher follows 
when implementing an interest center. However, if the 
center is successful she will have assessed student needs, 
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their needs, available space, and classroom and external 
resources. At this point she will probably have ap-
proached her students in a ''brainstorming" session to 
identify those activities and themes . they would like in-
corporated into the center. When interacting with her 
students the teacher must. not "over-sell" the interest 
center. The center should not be regarded as a place for 
fun and games, rather, as a place for activity and inquiry 
in areas of interest to them. 
The interest center should provide a variety of ac-
tivities organized around a central theme. Below are 
three central themes with activities that are illustrative 
of what might be found in the center at different class 
levels. 
Theme Activities by level 
Nature Primary- pressing leaves Inter- class pet 
tracing leaves build bird house 
animal pictures scrapbook 
play zoo paper mache' 
Secondary- Taxidermy 
ecology 
purification of water 
humane society project 
Other themes might include: communication, commun-
ity helpers, repair, money, current events, music, art, 
sex education, alcohol and drugs, If an interest center 
is to work, it must have variety. Evaluate its contents 
often. 
The contribution of Mrs. Judith Gwillim, teacher, 
Columbia, Missouri earns her our thanks and a year's 
subscription to Focus on Exceptional Children. 
PROBLEM 8 
I teach a special class of primary level EMR chil-
dren. My class is the only special class located in 
our elementary school. Yesterday, my children came 
in from recess very upset. They said children from 
other classes were calling them names and saying 
they were in the "dummy class." How should I 
have responded in this situation? 
All readers are invited to send their solution and tell 
how they would handle Problem 8. The April 1971 
issue will summarize contributions by readers. Focus 
on Exceptional Children will award complimentary sub-
scriptions each month for the best solution. Send your 
response to the Editorial Offices, Focus on Exceptional 
Children, 6635 East Villanova Place, Denver, Colorado 
80222. 
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